A standardized curriculum that can be applied to a variety of supervisor training programs is presented. Suggestions for implementation and research are included.
There also is ample evidence that avenues for receiving supervisor training are quite limited. Relatively few counselor education and psychology programs offer systematic training (Borders & Leddick, 1988; Hess, 1980; Holloway & Hosford, 1983; Lumsden et al., 1988; Russell et al., 1984) , and in-service opportunities are scarce (Harvey & Schramski, 1984) . Training opportunities for supervisors are particularly restricted in areas that have limited access to counselor education programs (e.g., rural areas). Substantive, innovative training programs are sorely needed for these areas.
It seems clear that, at this point in the development of the supervision profession, there is a pressing need for curriculum guidelines that can be applied to a variety of supervisor training programs. Ideally, these guidelines should (a) reflect current knowledge about the competencies of effective supervisors and (b) be adaptable to diverse work settings and varied populations of current and potential supervisors.
DEVELOPMENT OF THE CURRICULUM GUIDE
In response to the need for a set of comprehensive training guidelines, a subcommittee of the Association for Counselor Education and Supervision (ACES) Supervision Interest Network was formed in June 1989. During an intensive 2-day meeting funded by ACES, a working group (the authors of this article) outlined the first draft of a curriculum for training counseling supervisors. The working group included educators, practitioners, and researchers in the field of supervision, who had supervision experience in several work settings (e.g., counselor education programs, school settings, college counseling centers, mental health settings, private practice).
The curriculum development process involved several steps. In preparation, each of us had reviewed the supervision literature in his or her area and selected materials to share with the total group. At the meeting, we first shared these materials and ideas gleaned from preparatory work.
During the resulting discussion, we agreed to design a curriculum guide that would meet the "Standards for Counseling Supervisors," a statement of the competencies of effective supervisors (Dye & Borders, 1990) .
Close review of the standards document, the next step in our process, revealed that three curriculum threads were emphasized in each of the standards. These three threads, (a) selfawareness, (b) theoretical and conceptual knowledge, and (c) skills and techniques, became an organizational framework for developing the curriculum guide (i.e., organizing learning objectives). Additional examination of the standards revealed seven core curriculum areas: Models of Supervision; Counselor Development; Supervision Methods and Techniques; Supervisory Relationship; Ethical, Legal, and Professional Regulatory Issues; Evaluation; and Executive (Administrative) Skills. Next, major topics within each core area were identified (e.g., "individual differences" and "process variables" under Supervisory Relationship). Finally, for each core area, specific learning objectives in the three curriculum threads noted previously were written (e.g., "recognizes potential conflict areas and responds appropriately" is a skill for the core area Supervisory Relationship).
Following editorial refinement, the Curriculum Guide for Training Counseling Supervisors was distributed at the regional ACES conferences in the fall of 1989. During presentations at these conferences, working group members solicited and noted suggestions from conference participants. These suggestions were incorporated into the current draft, presented in Appendix A (see pp. 63-77).
ASSUMPTIONS UNDERLYING THE CURRICULUM GUIDE
As the group members worked together, we recognized that we were operating on three broad assumptions about supervisor training. First, we assumed that supervisors-in-training would be trained counselors with extensive experience. Based on this assumption, prerequisites for supervisor training would include knowledge of human development and learning theories, knowledge and demonstration of a counseling theory or style, facilitative as well as challenging skills, case conceptualization skills, assessment and goal setting, evaluation and report writing, and familiarity with the American Association for Counseling and Development Ethical Standards (see core areas 1, 7, 8, and 9 in the "Standards for Counseling Supervisors"; Dye & Borders, 1990) .
Second, we assumed that training programs, whether conducted as academic courses, in-service training, or professional development workshops, would involve a sequence of didactic and experiential instruction. This assumption primarily was based on the counselor skills training research, because supervisor training research is quite limited at this point (Borders, in press ). Drawing on the training literature, a sequence including didactic course work, laboratory experiences, and supervised practicums would be recommended (see also Dye & Borders, 1990; Loganbill & Hardy, 1983) .
Third, we assumed that training programs would include exposure to the existing conceptual and empirical literature for each core area of the curriculum guide. Trainers might use assigned readings, lectures, or other instructional approaches to introduce supervisors-in-training to this literature.
IMPLEMENTATION OF THE CURRICULUM GUIDE
The Curriculum Guide for Training Counseling Supervisors can contribute to the counseling and supervision professions in several ways. The most obvious contribution, of course, is in curriculum planning. In particular, the guide specifies content and learning objectives for the doctoral level supervision training that is currently required in CACREP-approved programs. More generally, the guide can serve as a framework for planning a range of training programs for supervisors at various levels of knowledge and experience. The emphasis of each training opportunity (i.e., the specific content areas and learning objectives to be covered) will depend on the target population, such as counselor education students, faculty, on-site internship supervisors, and supervision practitioners in various counseling work settings. A variety of delivery systems are possible, including workshops, institutes, ongoing training groups, and academic courses. In line with this planning approach, two working group members (Dye and Nance) have used the guide to design professional development institutes for presentation at recent American Association for Counseling and Development conventions, while another member (Henderson) has included selected core areas in a training program for head school counselors in her district.
The guide also can be a resource for assessing supervisor competency. "Qualified supervisors" could be identified through interview questions based on the learning objectives (e.g., How do you assess the learning needs of supervisees? What supervisory interventions do you use and how do you determine when to use them? How does supervision affect confidentiality of the client?). The learning objectives also could be used as a first step in developing a checklist for evaluating supervisors, followed by studies to refine items and establish psychometric properties of the measure. In addition, licensure board members who are writing rules and regulations regarding qualified supervisors of licensure applicants might find the guide to be a useful resource.
The guide also might contribute to the establishment of a separate supervisor credential. Discussion of such a credential has generated some concern regarding the increasing number of professional certifications (Dye & Borders, 1990) . A recent survey of ACES members, however, indicated renewed support for a separate credential for supervisors (Waterstreet, 1990) . The guide, along with the "Standards for Counseling Supervisors," provides knowledge and competency areas on which a credential could be based.
We are particularly hopeful that the guide will stimulate research on supervisor training. Despite a proliferation of research on the supervision process, little attention has been given to the effects of training (Borders, in press; Ellis & Dell, 1986) . In fact, only one published study of training outcomes (Stenack & Dye, 1983) was located. Future research may be augmented by using the learning objectives as indicators of desired outcomes for training programs. The validity of the guide's content also could be determined by such investigations. Other studies could focus on identifying effective instructional methods for each learning objective.
Additional research is needed to determine how the learning objectives in the guide should be sequenced. Although there are some theoretical bases for such a sequence (i.e., brief models of supervisor development; Alonso, 1983; Hess, 1986; Stoltenberg & Delworth, 1987) , these concepts have not been empirically tested. Thus, we elected to include introductory and advanced learning objectives in the Curriculum Guide for Training Counseling Supervisors but decided against attempting to order them. Models of supervisor development and our experiences as trainers suggest several sequences for investigation. For example, we believe that instruction in supervision models, counselor development, and supervision interventions is necessary before supervisors-in-training are ready to deal with relationship issues. We also suspect that learning to be a supervisor is a spiraling process in which supervisors are recycled through each content area at progressively more sophisticated levels of awareness and understanding (cf. Loganbill, Hardy, & Delworth, 1982) . These speculations, however, need to be investigated, with the goal of identifying a preferred sequence of instruction across and within each core content area.
Finally, the guide can be useful to the individual professional in several ways. Current supervisors can identify areas or topics for their own professional development. Individuals anticipating the role of supervisor can assess their current readiness for the role and develop a plan for gaining needed knowledge and skills. The guide also may be of interest to persons receiving supervision who want to increase their knowledge of the supervision process.
CONCLUSION
The Curriculum Guide for Training Counseling Supervisors builds on previous work to advance the status of this professional specialty. The guide provides the mechanism for implementing the "Standards for Counseling Supervisors" (Dye & Borders, 1990 ) via training programs, professional guidelines (e.g., preparation standards and credentialing), and research on the supervision process.
The guide is based on current knowledge about the field, composed of the limited theoretical and empirical literature and supplemented by working group members' experience with supervision. Although we believe the guide adequately reflects current understanding of the field, it is clear that much additional work is needed. It was our intention to include the requisite knowledge and skills needed to effectively supervise a diversity of professional counseling activities. To date, however, the conceptual and empirical supervision literature has emphasized one-to-one counseling, with scarce mention of other activities such as group counseling, consultation, and assessment (Brown, 1985; Holloway & Johnston, 1985; Watkins, 1991) . As future research clarifies the supervision process in these additional areas, modifications and additions may be needed in the guide. In addition, knowledge generated from application of the guide in future research and practice will provide additional input regarding curricular content and instructional methodology. The working group invites correspondence concerning the current guide and suggested refinements. 2. Identifies own cultural and perceptual frameworks and states how they may affect the supervisory relationship.
3. Appreciates or tolerates supervisee differences.
4. States own abilities (strengths and deficits) in initiating, maintaining, and terminating the supervisory relationship.
5. States own dynamics relative to transference, power, intimacy, trust, resistance, and parallel process.
6. Accepts responsibility for quality of supervisory relationship.
7. Owns own behavior and role in problematic supervisory relationship.
1. Describes conceptual and empirical literature on the effects of individual differences in the supervisory relationship.
2. Describes characteristics of effective supervisory relationship.
3. Describes tasks and goals of each stage of the supervisory relationship.
4. Discriminates between processes operating in longterm vs. time limited supervision.
5. Defines each relationship dynamic and describes how it affects a supervisory relationship.
6. Describes research on supervisory relationship dynamics.
1. Demonstrates respect for individual differences in supervision session.
2. Addresses (e.g., negotiates, confronts, models, circumvents) individual differences during supervision.
3. Recognizes potential conflict areas and responds appropriately.
4. Assists counselor in recognizing own individual differences influencing the supervisory relationship.
5. Develops, maintains, and terminates supervisory relationship.
6. Modifies the intensity of the relationship across time.
7. Recognizes in given supervision sessions, the occurrence of relationship dynamics.
8.Chooses and implements appropriate strategies that enhance the quality of the supervisory relationship.
9. Demonstrates use of skills that foster a productive supervisory relationship (e.g., confrontation, immediacy, advanced, empathy, selfdisclosure, interpretation).
10. Assists counselor in recognizing own interaction style and its impact on the supervisory relationship. 3. Describes personal learnings from experiences in evaluation (as counselor and supervisor).
4. Identifies preferences for evaluation procedures and sources of the preferences.
5. States own level of evaluation skills.
6. Develops plan for improving evaluation skills.
